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ABS7rICT
Five investigations sponsored by the Office of

Research and Evaluation (ORB) of the Model Secondary School for the
Deaf (MSSD) are reported. Presented first are results of a national
survey (April 1974) of media equipment in 123 residential and day
programs for the hearing impaired, in which the number of cassette
video recorders and color video monitors was found to be increasing
the most. The second report is an evaluation of the Computer Assisted
Instruction Mathematics Strands Curriculum, based on its use
(1971-73) with 86 students at MSSD whose achievement on the Strands
did not relate significantly to achievement on the Stanford
Achievement Test math subtest. The third article consists of four
suggestions (such as specifying objectives) to aid teachers in
developing student attitude questionnaires. A manual which OR! has
utilized to collect teacher generated data during formative
evaluation of MSSD projects is provided. Reported last is a formative
evaluation (1973) of an in-house developed unit of General Art II
which, when used to teach six basic terms describing texture to a
sample group of eight MSSD students, resulted in all Ss attaining 100
percent level of accuracy on cognitive posttests. (LS)
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INTRODUCTION

In compliance with Public Law 89-694, an agreement between the

Department of Health, Education, and Welfare and Gallaudet College was

signed on May lb. 1969, authorizing the establishment, construction,

equipping, and operation of a Model Secondary School for the Deaf (MSSD).

The legislative mandate reflected within the Public Law assigns

the MSSD the interrelated goals of: (a) serving as a laboratory for

educational and !nstructional models; (b) disseminating working models

throughout the field of education of the deaf in order to have an impact

upon the education of more than 60,000 deaf students in schools and

programs, their parents, and the 10,000 professional persons in education

of the deaf and related disciplines; (c) preparing deaf adolescents for

post-secondary academic and/or vocational pursuits; and, (d) providing

deaf adolescents the skills necessary to become effective members of

society. The first two goals relate to the national scope of the MSSD,

while the latter two goals relate to the instructional program of the MSSD.

The Office of Research and Evaluation (ORE) of the MSSD has compiled

this Occasional Paper which illustrates the diversity of the current

investigations of the ORE. These investigation were undertaken to

satisfy both the national and immediate goals of the MSSD.

The papers were specifically selected for their differences rather

than their similarities. We are thus hopeful that sufficient interest

may be generated that mutually beneficial dialogue will result from the

sharing of this information.

Joseph Rosenstein, Ph.D.
Director
Office of Research and Evaluation

July, 1974
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ABSTRACT

This report represents a mail survey of 123 programs for the hearing

impaired. The current availability of AO specific items of media equip-

ment was determined. The anticipated acquisitions by the programs of

these ,:310(1 items over the next thr?e years was determined. The largest

indicated area of growth is in the acquisition of cassette video recorders

and color video monitors. These two items were among the least fre-

quently reported as currently available.

The range of availability is shown in that 80% of the reporting

programs have thermofax transparency projectors while 9% have 16

cartridge projectors.



One of the components of the Model Secondary School for the

Deaf ("ISSD) involves the development of instructional material:,, and the

.:election andior production of appropriate support media. in order to

select or develop mediated instructional materials which can and will

he used by educational programs for the deaf, MSSD needed to determine

the current and projected media capabilities of schools for the hearing

impaired.

The Office of Research and Evaluation (ORE) of MSSD conducted a

mail survey of 165 residential and day programs for the hearing

impaired. Programs which were identified as public school class

programs were not included in the sample as these programs are not

the major consumer population of MSS!) product development efforts.

Politic school programs were also more likely to have available, either

directly or through a school system loan basis, media equipment and

materials. Responses were received from 123 programs, ai 71.3t return.

These programs educate approximately 23,000 students.

Of the 123 schools, two educating residential students only,

58 having day programs only and 52 combined residential and day programs

responded to the survey. Eleven other programs returned the survey but

did not specify type of school.

Of particular interest to the MSSD were the 73, or 59.3t, of the

responding schools which had a secondary program. Forty-three schools,

35.0%, indicated "other" as a type of program. This was often further

specified as vocational programs. The responding programs indicated a

total of 9,513 students age 13 and older enrolled. Students from
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7 to 12 years of age were enrolled in 113 programs and accounted for

791 hearing impaired students. In the 0-6 year age range, 112 schools

had a total of 2,768 students.

Residential Only Schools'

Responses from the two residential only schools indicated that

neither school had 16 mm cartridge projectors, color video monitors,

cassette video recorders, 35 mm cameras, diazo transparency producers,

photocopiers or cable TV systems.

Both schools had at least one 16 mm reel to reel projector,

cassette audio recorder, 2 x 2 slide projector, carousel slide projector,

instamatic camera, SS movie camera, and thermofax transparency producer.

One of the two schools has at least one of the remaining media items

which were listed on the Media Questionnaire.

Anticipated acquisitions were analyzed in terms of current levels

of availability. For example, neither of these two schools had 16 mm

cartridge projectors at the time of the survey and neither intended to

acquire any within the next three years. Of the seven surveyed media

items not currently available to either school only one item, a

cassette video recorder, is an anticipated acquisition in the next

three years.

Currently available items which neither school planned to add to

present resources are film and slide projectors, still cameras,

overhead transparency producers, photocopiers and cable TV.
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Day Only Programs

At least SO% Oar 47 schools) of the responding Day Only Schools

did not currently have the following media equipment available for

students: 16 mm cartridge projectors, SS sound projectors, color

video monitors, cassette video recorders, 16 mm movie eras, diazo

transparency makers, and cable TV systems. At least 80% (47 schools

or more) had at least one 16 mm reel to reel projector and at least

one thermofax transparency producer.

Of the 47 (80%) or more schools which did not have at least

one of the media items noted above, at least one of the schools intends

to acquire some of these equipment items within the next three years.

'three schools intend to acquire 16 mm cartridge projectors, and two

expect to have S8 sound projectors available within three years. Eight

schools which currently have -- video monitors expect to acquire

at least one, and seven schools expect to acquire cassette video

recorders. Only one school which does not currently have a 16 mm

movie camera intends to acquire one. Three schools intend to have

diazo transparency producers available in their school in three years,

and four schools plan cable TV systems.

Combined (Day and Residential) Schools

Of the S2 responding schools which have both Residential and

Day Programs, at least SO% (42 or more schools) have at least one



3S mm filmstrip projector, overhead projector and projector screen. At

least 8C' of these schools did not have any 16 mm cartridge projectors and

cassette video recorders.

A summary of the expected acquisition of media resources over

the next three year period for schools with both residential and day

class programs by current level of resource availability was prepared.

Every item on the media resource list eras an anticipated acquisition

by at least one of the schools with both day and residential programs.

At least twenty of the 52 schools intend to acquire the following items:

16 mm reel to reel projectors; casssctte audio recorders; color video

monitors; video cameras; carousel projectors, polaroid cameras; and

instamatic cameras.

Total Material Availability

Items most frequently found in the reporting programs were: thermofax

transparency producers (80.3% of the programs), overhead projectors (74.6%),

polaroid cameras and reel-reel audio recorders (both 73.7%). carousel

projectors (72.1%), and cassette audio recorders (68.7%).

Items least frequently found were cable TV systems (31.2%), color

video monitors (29.50), 16 mm movie cameras (26.2%), cassette video

recorders (18.3%) and 16 mm cartridge projectors (9.0%).

One of the largest areas of anticipated growth seems to be occurring

in the planned acquisition of video equipment. Approximately 20% more

schools will have cassette video recorders within three years and 18%

mote schools will have color video monitors within three years.
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Summary

The data provided by those schools responding to this survey will

prove highly useful to the curriculum development efforts as well as

research endeavors conducted by The Model Secondary School for :he Deaf.

The data provided by this survey can and should be interpreted

differently depending upon the needs and objectives of the consumers.

The intent of this particular report is primarily to briefly describe

the data and summarize the findings.
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AN LVALOATION OF CAI STRANDS CURRICULUM AT MSSD (1971-72 and 1972-73)

David L. knight
Office of Research and Evaluation

November, 19 73

INTRODUCTION: GENERAL DESCRIPTION OF THE CAI STRANDS CURRICULUM

The CAI Mathematics Strands Curriculum, developed by the institute for

Mathematical Studies in the Social Sciences at Stanford University is a drill

and practice program dehigned "(a) to provide supplementary individualized

instruction in elementary mathematics at a level of difficulty appropriate to

each student's level of achievement, (b) to a-low acceleration in any concept

area in which a student demonstrates proficiency, and to allow repeated drill

and practice in areas of dericiency, and (c) to report a daily profile of each

student's progress through the curriculum" (Suppes, et. al., 1973, p. 7).

The Strands are mathematical activities with problems of a like nature

arranged sequentially with respect to difficulty. The Curriculum offers 14

different Strands ranging in grade placement (GP) level of difficulty from

1.0 years entry tc 7.9 years exit. The reader is referred to Suppes, et.al.,

1973, for a more detailed description.

Students arc genera113 placed on the Strands at a level equivalent to

their grade placement in school. The first ten sessions allow for rapid

movement within the Strands until the student's current level of mathematical

functioning is established. The program presents problems from all of the

Strands the student is working on, in mixed order, during each session.

After initial placement the student advances through the Strands program

according to the number of correct or incorrect responses made to the problems

previously presented. Each new session picks up where the old session left

off. Each student may be working on different Strands at different levels
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because movement through the program is individual--independent of the

performance of any other student or class. The model of movement through

the Strands ". . . i, defined so that a student with average performance

gains one year's GP in one school year of CAI time which ranges from six

to ten minutes per school day." (Suppes, et. al., 1973, p. 11)

The MSSD Strands Curriculum generally operated as described above.

The one departure was that Stanford Computation subtest scores were used for

initial placement in the program as the MSSD is non-graded. Students

carried over the summer were entered in the fall at .S year lower than they

had exited the previous spring.

In addition to GP on individual Strands an Average Grade Placement (AGP)

shows the overall position of the student in the program. The AGP is simply

a weighted mean GP across all Strands the student is working on.

Another measure of student performance on the Strands reflects the rate

of progress for each student. This measure is different from the AGP in

that it takes into account the time factor. Therefore a standardized rate

number of .10 represents the student who will complete one year of Strands

Curriculum in one school year. A figure higher than this would indicate that

the student would complete more than one year of Strands Curriculum in one

school year and vice versa.

ANALYSES

PRELIMINARY CAUTIONARY NOTE: The analyses reported here were performed ex

post facto; that is, no attempt was made prior to the initiation of the CAI

Strands Curriculum in 1971 to design an evaluation plan or strategy to test

the effectiveness and/or impact of the CAI. Consequently, several areas of
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potential analytic interest cannot be pursued because of lack of appropriate

data, records, and design.

The data available for analysis included all students who had at one time

or another "signed on" the computer, irrespective of their tenure in the

Strands. It was decided that students who had not spent sufficient time in

the Strands for appreciable achievement to have occurred would be eliminated

from the analyses. The criterion adopted was completion of at least 20

sessions in the Strands. Entry level AGP was taken from the first available

computer printout after the student had completed ten sessions (inasmuch as

the first ten sessions are designed to ascertain the student's actual level of

math functioning).

The analyses that follow are for the 1971-72 CAI program and the 1972-73

CAI program, with discussion, conclusion, and recommendation sections follow-

ing.

1971-72 CAI STRANDS CURRICULUM ANALYSIS

While 85 MSSD students were assigned to the Strands during the 1971-72

school year, 52 students met the criterion for inclusion in this analysis.

The entry level AGP was determined at an average of 11.63 sessions. The

students showed a mean AGP gain entry to exit of 1.05 years (s=.97). An

average of 2389.5 problems (s=1922.4) was completed in a mean number of

61.85 sessions is=53.46). An extreme is illustrated by one student who

finished the entire Strands program with 8733 problems worked in 272 sessions.

The data reported above are extremely varied when the large standard

deviations are compared with their respective means. The number of problems

completed ranged from 577 to 8733 problems (over 8000 problems). In other

words, students within the group approached the program with virtually no

consistency of effort.
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A significant correlation of .85 (t=11.Sb; df =5O; significance greater

than .001) between number of problems worked and AGP gain reveals a definite

linear relationship between the two. In other words, the more problems a

student worked the more he achieved in AGP at exit.

Correlations between AGP gain on the CAI Math Strands and gain scores

on the Stanford Achievement Test math subtests were computed to ascertain the

relationship, if any, of the CAI Strands program with standardized math

achievement subtest scores. We recognize that certain disparity may exist

between the scalar units used to report achievement in the CAI program and in

the Stanford Achievement Test: while both are expressed in terms of grade

level, they may not be totally compatible. In addition, most of the Strands

have a ceiling of 7.9 AGP level whereas the Stanford has a ceiling of 12.9 in

the Math subtests for the Advanced Battery. Examination of the data,

however, reveals that the ceiling effect occurred minimally on the CAI and

in itself does not seriously affect the validity of the correlations performed.

Nevertheless, a somewhat cautious approach to the interpretation of the

correlations reported below is suggested.

Table I below presents the results of the correlations. The results

indicate little relationship between achievement in CAI and in Stanford Achieve-

ment Test math subtests. One correlation between AGP gain and computation

TABLE T

MATRIX OF CORRELATIONS BETWEEN AGP GAIN

ArD lAIN ON EL= TED CTA7FrIPP S,UFTESTS BY BATTERY LEVEL (T1-72)

Stanford
Level

Arith.

.7omputation

Arith.

Concepts

Arith.
Application N

TNT T -.'00 .074 -.096 12

INT II .123 -.014 -.038 17

ADV .135 .314 .326 21
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gain on the INT I level approaches significance and shows a negative

relationship between the two. In this instance there is a trend for better

achievers on CAI to be poorer achievers on the Computation Subtest.

One would logically expect a high correlation between the CAI AGP gain

and Arithmetic Computation because both are primarily computational in

nature. However, the results did not bear this expectation out. Even more

perplexing was the negative relationship for the Intermediate I group.

Spearman rank (non-parametric) correlations were computed on AGP gain

and Computation gain because of suspected non-normal distributions of the

gain scores attributable to the relatively small Ns and extreme variability

mentioned previously. Hence, if the non-parametric correlations approxima-

ted the parametric correlations one could assume that the normal distribu-

tion assumption underlying the use of parametric correlations was not unduly

violated.

The results of this comparison are presented in Table II. There is

considerable disparity in the INT I comparison between parametric and non-

parametric measures. This lends credence to the suspicion that the INT I

gain scores were not normally distributed and the parametric correlation was

spurious.

TABLE II

COMPARISON OF PARAMETRIC AND NON-PARAMETRIC CORRELATION COEFFICIENTS BETWEEN
AGP GAIN AND ARITHMETIC COMPUTATInN GAIN BY STANFORD BATTERY LEVEL 1971-72

Stanford
Batte

INT I -.509 -.030 12

INT II .123 .161 17

ADV .135 .204 21
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The INT II and ADV comparisons show the non-parametric correlations

representing slightly stronger but still non-significant relationships.

Differences existing between the parametric and non-parametric coefficients

here are not large enough to cause serious concern over the normalcy of the

data at the INT II and ADV levels.

An additional comparison was made between the Stanford gain scores of

students meeting the criterion for inclusion in the analysis and those who

did not, in order to shed some light on the lack of relationship between

the CAI Strands achievement and Stanford achievement. Hence, Stanford gains

are compared for the CAI and a non-CAI group, even though some students in

the non-CAI group did have minimal exposure to the Strands (less than 20

sessions completed).

TABLE III

A 7 MPARI:70N OF ACHTEVE:1ENT ON STANFORD MATH SUBTESTS OF STUDENTS
INCLU:n. AND STUDENT:" NOT INCLUDED IN THE CAI STRANDS AT MSSD 1971-72

:TANFORD
BATTERY

ARITH.
COMPUTATION

ARITH.
=TUTS APPLICATION

CAT

NON
CAI

MEAN
DIFF.

NON-
CAI

MEAN
DIFF. CAI

NON-
CAI

MEAN
DIFF.

Tm
...i... I X

s

.72

.56

.:q;

.63

.48 .91

.63

1.12
.91

-.21 .59

.77

.22

.54

.37

N 1:" 11 12 11 12 11
INT II x 1.41 1.08 .33 .:6 .:.3 -.07 1.14 .38 .76*

s 1.07 1.5.(_: .70 .83 1.17 .54

N 15 12 15 12 15 12
ADV X 1.02 .40 .C2 .51 .30 .21 .69 -.12 .81*

s 1.34 .79 1.22 .88 1.01 .86

.J 21 11 21 11 21 11

*Significance greater than .05 (t tests for significance of the difference
between means) .

Table III reports the comparative results. No control over any variable

other than inclusion or non-inclusion in CAI Strands was possible. That is,
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other factors could have incluenced performance on the Stanford subtests

in addition to the influence of the CAI program. Consequently, caution

should be used in interpreting the results in Table III.

Examination of Table III shows the CAI group exhibiting greater achieve-

ment in seven of the nine possible comparisons. While only two of the com-

parisons showed a'significant difference it is interesting to note that the

trend favored the CAI group in terms of greater achievement on the Stanford

Math subtests. This is somewhat surprising as it was earlier reported that

the gains in achievement on CAI were not related to gains on the Stanford.

A correlation between AGP gain and number of units completed on the

Individualized Mathematics Systems (IMS) proved to be non - significant

(r=.214; t=1.43; df=42). In other words, gain achieved on the CAI Strands

was largely independent of gains achieved on the IMS, which is somewhat

surprising considering that the Strands is essentially a drill and practice

program.

1972-73 CAI STRANDS CURRICULUM ANALYSES

Out of 57 students assigned to the computer program, 34 met the criterion

for inclusion in the analyses. The entry level AGP was recorded, on the

average, at 12.35 sessions completed. These students showed a mean AGP gain

of .81 years (s=72) over all Strands. The students worked an average of

1272.67 problems (s=997.75) in an average of 65.91 sessions (s=45.98) . One

student completed the Strands in 159 sessions with 3758 problems worked.

As with the 1971-72 analyses, the data were extremely scattered as shown by

the large standard deviations relative to the means. The correlation between

the number of problems worked and CAI AGP gain was .87, significant beyond the

.01 level of confidence (t=9.92; df=32). Correlations between CAI AGP gain
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and Stanford Achievement math subtest gains are presented in Table IV.

:7tanford

Fattt-27.

TNT I

NT IT
APV

TABLE IV

MATRIX OF CORRELATIONS BETWEFN AG? (MTN AND GAIN ON
:TLECTFD STANFORD OUBTEST3 BY STANFORD BATTERY

Ar:th.
Comrutation

.273

-.5P?

.367

Arith.
Concents

.266

.107

.217

Arith.
Application N

. 417
-.221

. 333

9
10
15

No significant relationships between AGP gain and the Stanford subtexts

were obtained. The negative non-significant correlation for the INT II Compu-

tation subtest which approaches significance is surprising in view of what

might logically he expected.

As with the 1971-72 analyses, the normalcy of the distributions was

questioned because of the relatively small Ns and the wide scatter of the data.

Consequently, non-parametric correlations were computed on the Computation

subtest, compared with the parametric measures, and are presented in Table V.

TABLE V

COMPARISON OF PARAMETRIC AND NON-PARAMETRIC CORRELATION COEFFICIENTS
BETWEEN AGP GAIN AND ARITHMETIC COMPUTATION GAIN BY STANFORD BATTERY 1972-73

Stanford r rs

Batterz

INT I .273 .150 9

INT II -.522 -.538 10

ADV .367 .408 15

Generally, the parametric correlations are supported by the non-parametric

measures. The comparison for INT I would raise some doubts as to the normalcy
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of the distribution. It is interesting to note that the strong negative

correlation was non-parametrically supported here, whereas it was not

for the 1971-72 analyses.

The comparison between Stanford Math achievement subtest gains of CAI

vs. non -CAI MSSD students was completed, with the same criteria and cautions

mentioned for the 1971-72 analyses. These results are shown in Table VI.

TABLE VI

COMPARISON OF ACHIEVEMENT ON STANFORD MATH SUBTESTS BETWEEN STUDENTS

INCLUDED AND NOT INCLUDED IN THE CAI STRANDS AT MSSD 1972-734.
STANFORD
BATTERY

ARITH.
COMPUTATION

NON- MEAN

CAI CAI DIFF. CAI

ARITH.
CONCEPTS
NON-
CAI

MEAN
DIFF.

APPLICATION
NON- MEAN

CAI CAI DIFF.

INT I X -.09 .11 -.20 .12 .16 -.04 .32 .82 -.50

s 1.07 .70 1.35 1.11 1.23 .93

N 9 17 9 17 9 17

INT II X .69 .45 .24 .26 .89 -.63* 1.19 1.19 0

1.21 1.03 .58 .94 1.14 .66

N 10 15 10 15 10 15

ADV X 1.21 1.17 .04 .83 .83 0 .28 .73 -.45

s 1.11 1.24 1.38 1.27 1.08 1.70

N 15 19 15 19 15 19

*Significance greater than .05 level, t test of significance of the difference
between means.

Examinaticn of Table VI shows the CAI group having greater achievement in

two comparisons, the non-CAI group having greater achievement in five comparisons,

and both groups equal in two others. This differs from the comparisons reported

for the 1971-72 groups (where seven of the nine comparisons favored the CAI,

group in terms of greater achievement). One significant difference was shown

in favor of the non-CAI group on the Concepts subtest for INT II.

A significant correlation of .55 (t=5.09; df=22; significance of t greater

than .01) was found to exist between AGP gain and number of units completed
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IMS. A Spearman rank correlation was computed to substantiate the significant

relationship since nonsignificance was noted for the same comparison in the

1971-72 analses. The resultant rank order correlation was .224 (t=1.19;

df=22; non-significant) and did not substantiate the parametric correlation.

DISCUSSION

COMPARATIVE GAINS AND ACHIEVEMENT:

Comparison of certain results reflect the relative effort expended by the

students in each year of the Strands program at MSSD. In terms of effort, the

1971-72 group showed a mean of 2389.5 problems worked in an average of 1272.7

problems in a mean of 65.91 sessions. In other words, the 1972-73 group

required a few more sessions to work approximately half the number of problems

than did the 1971-72 group.

The fact that the 1971-72 group gained more than did the 1972-73 group is

not surprising due to the strong relationship noted between problems worked

and AGP gain. However, the mean difference in AGP gain of .24 years

between the groups was statistically non-significant (t=1.30; dfx32) which

indicates that the difference between groups could be attributed to chance

factors independent of the Strands. Referring to the strong correlations

reported for both groups between problems worked and AGP gain, one would

expect that the mean AGP difference would be greater because of the larger

number of problems worked by the 1971-72 group. The fact that it was not

greater suggests that while the 1972-73 group was less efficient in terms

of effort it was more efficient in terms of learning: less problems worked

to produce a comparable gain in AGP.

The lack of a greater difference in AGP gain cannot be attributed to
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diffepences in the groups' entry achievement level, AGP or Stanford Compu-

tation subtest. The two groups did not differ significantly in terms of

entry and exit achievement on Arithmetic Computation although the 1972-73

group showed slightly greater achievement on both. The mean score entry

level (across all Batteries) for the 1972-73 group was 6.23 years

(5=1.96) compared with the mean of the 1971-72 group, 5.88 years (s=1.57).

Similarly, the 1972-73 group's mean exit level was 7.08 years (s=1.96)

and that for the 1971-72 group was 6.95 (5=1.96). In addition, there was

no significant difference between the groups on entry AGP level as the

1971-72 group mean entry AGP level was 4.31 years (s=1.22) and the 1972-73

mean was 4.29 years (5=1.52). It is possible that the lack of a significant

AGP difference between the groups might be explained as a function of

selective factors operating within the 1972-73 group. That is, the 1972-73

group through some selective process was more amenable to the Strands

approach to learning, and thereby, was better able to make use of the drill

provided by the problems in terms of AGP gain.

Another possible explanation is that the relationship between problems

worked and AGP gain, though strong, was not strictly linear. In other words,

after 'laving completed a certain number of problems, the learning efficiency

of the student decreased, analogous to having reached a saturation point.

It might be that the 1971-72 group had reached or passed this point, while

the 1972-73 group had not. It cannot be ascertained, however, if this would

be a function of the Strands program itself, or of the learning style of

the students in each group.

The lack of significant positive relationships between AGP gain and

achievement on the Stanford math subtexts, particularly the Arithmetic
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Computation subtests is both surprising and disturbing. There should be

a strong relationship between the two since both are primarily computational

in nature. The fact that the data reveal essentially no relationships

between the two indicates that they were operating independently of each

other: gain in AGP did not relate to gain in Stanford achievement.

There are a number of interpretations for the lack of relationship. The

Strands reports student progress in terms of AGP, computed internally by

the California-housed computer. The computation is based on the assumption

that an average student working an average amount of time on the Strands

will achieve a one year's gain (AGP) in one academic year. This is a model

of assumed student performance and is not based on actual student performance

in a normative sense. The Stanford Achievement Test, however, reports

achievement based on normative samples of normal mainly middle-class

constituents.

Thus, the bases used to report achievement are different for each measure

of math achievement and, furthermore, hearing-impairment was not taken into

account in either measure. Thus the lack of a significant relationship could

be a function of the measures used to report achievement.

Another interpretation is that achievement in the Strands may not transfer

to the paper-and-pencil computational skills required in the Arithmetic

Computation subtest. That is, gains in AGP are meaningful only in terms of

the computer structure and do not readily transfer to other situations. The

available literature in this area does not treat transfer of training.

Suppes, et. al., (1973) do not report on findings in this area even though

data similar to those reported here were gathered during their evaluation. In

addition, the Strands uses a generally analytic approach to improving math
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skills. The analytic approach could be inappropriate for hearing-impaired

students and could partially account for the non-transference of learning.

Turning attention to comparisons of CAI and non-CAI groups, the 1971-

72 CAI group appeared to achieve greater than did the non-CAI group

(Stanford Batteries). The opposite was true for the 1972-73 comparison

groups. If the 1971-72 trend occurred in the 1972-73 comparisons, one would

suspect that CAI had an effect on achievement on the Stanford, even though

most of the comparisons were non-significant. The trend was not maintained,

however, and we are left with the interpretation that the comparative

differences were due to random factors.

The strong significant correlations reported between problems worked

and AGP gain for both the 1971-72 and 1972-73 groups are within expectations.

In simple terms, the strong tendency for students working comparatively

large numbers of problems to show comparatively large gains (and vice

versa) is a logical outcome considering the internally computed means of

recording achievement on the Strands.

STRANDS AND INS:

One point to be discussed is the relationship at MSSD between the IMS

and the supplemental drill and practice Strands. For the 1971-72 group,

a non-significant relationship was noted between gain on the IMS (in terms

of units completed) and AGP gain on the Strands; and a questionably

significant relationship for the 1972-73 group. The 1972-73 group showed a

significant parametric correlation of .SS between achievement on the INS and

on Strands but the non-parametric correlation on the same data proved to be

non-significant (rs2 .224). As noted earlier, the parametric correlation is

suspected of being spurious.
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There are, however, several considerations that must be taken into

account. The means of recording achievement in the IMS and Strands may not

be compatible. The IMS has no means of reporting achievement other than

progress through the system in terms of units (cells) completed. Here again,

the lack of significant relationships could be explained as a function of

the measures used to report achievement.

Another consideration regards the usage of Strands in relationship to

the IMS at MSSD. Even though a student may be placed in a particular strand

or level within the Strands program, the IMS and Strands were essentially

non-coordinated, programmatically, throughout the two years being reported

on. This means that a student working on horizontal addition in IMS would

by change only be working on the horizontal addition Strand or vice versa.

Similarly, a student experiencing difficulty in fractions would by chance

only be receiving remedial assistance from the fractions Strand and then

mexed with problems from other Strands the student was eligible for.

This programmatic consideration poses serious implications for

determining the effect the Strands had as a supplimental drill and practice

program. A strong relationship would not be expected between the two pro-

grams, inasmuch as they were functioning virtually independently of each

other.

The independence of the two programs, however, should not influence the

relationship between AGP and Stanford gain in achievement. There should be a

relationship between gain in the Strands and gain on a paper and pencil

test of computation. The fact that no significant relationships were noted,

and moreover, that the correlations of greatest magnitude were negative,

strongly indicates that the use of the Strands program at MSSD be seriously
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CONCLUSIONS

The following conclusions are based on the preceding findings and discussion:

1. Achievement (AGP gain) on the Strands did not relate significantly to
achievement on the Stanford math subtests for both the 1971-72 and 1972-
73 groups.

2. *Achievement (AGP gain) on the Strands did not relate significantly to
achievement (numbers of units completed) on IMS in the 1971-72 group
nor in the 1972-73 group (non - parametrically). The Strands appear not
to be amenable to remediative coordination with IMS.

3. Differences in Stanford math subtext achievement between CA/ and non-CAI
groups for both academic years reported were attributable to uncontrolled
variables and did not reveal superiority of achievement in either group.

4. Positive transfer of learning from the Strands to paper and pencil
computation (achievement) did not occur at MSSD and in two cases showed
a negative relationship.

5. The value of the Strands used as a supplemental drill and practice program
at MSSD cannot be determined because of the lack of programmatic coordination

between IMS and Strands.

RECOMMENDATIONS

The conclusions drawn from the analyses and findings do not purport to be
exhaustive, and some interpretations are subject to further exploration.
Alternative explanations could be proffered to substantiate or refute the
conclusions. A well-designed and implemented evaluation/research effort
could have provided a more definitive report that conceivably would shed
light on some of the attendant unanswered questions raised in this report.

It is thereby recommended that:

1. No further expenditure of funds or effort be
of the CAI until a definitive and exhaustive
ation design can be implemented to determine
CAT at MSSD.

2. That no project or undertaking, particularly
CAI, be implemented without proper research,
consultation and input.

directed towards maintenance
educational/reseach/evalu-
the effectiveness of the

one of the magnitude of the
evaluation and design
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SUGGESTIONS FOR DEVELOPING QUESTIONNAIRES

PREPARED BY: NORMA CLARK
NOVEMBER, 1973

Teachers often wish to obtain feedback from students in the form of

opinion or at-Itude questionnaires. Developing a really good questionnaire

which validly and reliably meets an assessment objective is a long process.

Usually, however, teachers developing a questionnaire for classroom use have

just one or two objectives in mind and may only plan to use the questionnaire

once or twice. A complicated process of development and validation in these

cases is not justified, though ii is necessary to follow a few basic princi-

ples to assure that the results of the questionnaire really meet the

objectives which the teacher has in mind.

The following four-step procedure incorporates the basic principles of

questionnaire design and may be helpful to those who plan to use "home-made"

questionnaires in their classrooms. The four steps include specification of

objectives. generation of general questions, selection of relevant formats,

and writing of items.

STEP I: SPECIFY YOUR OBJECTIVES

For most classroom purposes, questionnaires are intended to meet only

one or two teacher objectives. Before plunging into writing individual items,

keep in mind exactly how you intend to use the results of the questionnaire.

For illustrative purposes, let's suppose that the objective of a prospective

questionnaire is to assist the teacher in deciding which of many available

social studies films to order for a future social studies unit. Thus in

this case: Thsuseoftheuestionnaireidetheteather



with information about the interests and preferences of students.

STEP II: GENERATE GENERAL QUESTIONS

Once the objectives of the questionnaire are specified, begin to consider

what &eneral kinds of information would meet each objective. For the example

cited above, these two questions might be relevant:

1. What social studies films have the students liked so far?

2. already

tAIZLItM12111LE2PL22229ing?

STEP III: SELECT RELEVANT QUESTION FORMATS

The kinds of information required to meet an objective will determine

the number and types of question formats to be used in a questionnaire.

An important consideration in selection of formats is the age, ability or

sophistication of the persons who will be answering the questionnaire. Try

to select a format which provides the kind of information (e.g. evaluative,

comparative, attitudinal), yet can be easily comprehended by the persons

who must respond to the questions.

Descriptions of several basic formats and examples of the uses of each

are provided below:

"On-off" Formats: This format consists of a statement or question to

which the respondent must select one of two response options, such as yes

or no, true or false, and agree or disagree. This is perhaps the simplest,

most direct of all formats and requires very liLtle sophistication in judge-

ment on the part of respondents. This very attribute of simplicity does

however, limit the quality of the information in that the response options
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do not provide for partial agreements or qualified answers.

To obtain evaluative information this "of-off" format can be used as in:

Example 1: Huckleberry Finn was a good novel. I F

or for attitudinal information as in:

Example 2: Did you like the novel Huckleberry Finn? Y N

or for comparative information as in:

Example 3: Huckleberry Finn was a better novel than the Badge of

Courage

Agree Disagree

Likert or Scaled Formats: This format is similar to the "on-off"

formats, but instead of two responses options, the resporuent must select

from options along a dimension. Typically three, five or seven gradations

or options are delineated. The use of more than seven options is cumbersome

to summarize and requires respondents to make very subtle discriminations.

Response options for the Likert or scaled format can be developed for

any characteristic which can be dimensionalized. Common response dimensions

are Agree - Disagree (e.g. Completely Agree, Somewhat agree, Undecided,

Somewhat disagree, Completely disagree), Like - Dislike, True - False, and

Good - Bad. This format requires more sophistication on the part of the

respondent but has the advantage of providing for gradations in opinion.

(This is a difficilt task for a majority of our students). The Likert or

scaled format can be employed to provide evaluative information as in:

Example 4: I think the novel Huckleberry Finn was

Very Exciting/Pretty ExcitinglSo-So/Pretty BorinjJVery Boring/

or for comparative information as in:
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Example 5: The novel Huckleberry Finn was better than the Badge of

Courage.

Completely Mostly Mostly Completely

/Agree /Agree /Undecided /Disagree /Disagree /

or attitudinal information as Ln:

Example I find it easy to talk with my classmates.

Completely Mostly Somewhat True Mostly Completely

True / True / Somewhat False/ False / False

Multtple Choice Format: The multiple choice format is useful when the

objective is to determine which of several ideas, events or items is preferred

by the respondent. This format is often employed in attitude surveys to

determine which of several response statements (i.e. response options) best

describes the respondent's own feelings. Two examples of uses of this format

are:

Example 7: The best part about the novel Huckleberry Finn was:

a. it was funny

b. it was exciting

c. it was short

d. it was easy to read

Example8: If your parents told you that you should try to do better in

school, why do you think they would do that?

a. because they were grumpy that day

b. because your grades should be higher

Ranking Format: The ranking format is useful when the objective is to

determine respondents order of preference among several alternatives. While
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other formats can be used to infer this, the ranking format directly asks

the respondent to provide the information. The ranking format is a very

straightforward technique when comparative information is desired. If

however, a large array of alternatives (e.g. more than 10) are to be

ranked, respondents may have difficulty with the ranking procedure and

another format, though indirect, would probably be more reliable.

An example of the ranking format is:

Example 9: Please rank (number) the following class activities from

what you think is most enjoyable (a rank of "1") to least enjoyable (a rank

of "S"). Place the number of the rank you select on the line for each

activity.

a. Playing word games with a group of students

b. Planning puppet shows

c. Seeing movies

d. Performing in skits

e. Going on field trips

(NOTE: We find that in an intended questionnaire for the entire MSSD student

population, ranking is a difficult task).

STEP IV; WRITE QUESTIONNAIRE ITEMS

In writing items for opinion or attitude surveys, care should be taken to

assure that response options are consistent with the question being asked. For

example, if you ask a question with the stem "How much time do you...." then

the response options, Very often, Sometimes, and Never are inconsistent.

Instead, the options might be, A lot, Some, and None in order to be consistent

with the question.
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A second important consideration is clarity. A common error in writing

items is the assumption that the respondent will correctly infer what is

intended by one item from a previous item. Try to write each item as if it

were going to be the only one in the questionnaire.

A third consideration in questionnaire writing is possible response bias

on the part of respondents. Response bias is the tendency for a respondent

to answer questions in a pattern which does not accurately reflect his own

opinion or attitude. For example many persons tend to answer questions in

a manner which they consider socially acceptable, or which creates a favorably

impression. For this reason, try to be objective in your question-writing.

Do not load the questionnaire with an imbalance of positive or negatively-

worded items, unless your purpose dictates otherwise. Whenever possible

assurances should be given that answers will be anonymous or will not affect

grades, job selection, etc. Do not, however, give false assurances or you

will create an insurmountable credibility gap.

Another response tendency is for respondents to select the same response

option for each item. Often the option will be a noncommittal or middle of

the road option. Whenever feasible, a careful, though not necessarily detailed,

explanation of the importance of the questionnaire will usually encourage

people to reapund thoughtfully and honestly.

Another important aspect of questionnaire writing is the preparationsof

careful instructions for each group of items with the same question format.

Do not assume, for example, that they are to circle their selected response

option - Tell then. Clear instructions maximize the possibility that all

respondents will use the same procedures to complete the questionnaire. The

choice among circling a word, putting an X in a box, checking a blank line, or
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filling in blanks with words at the end of a sentence (given a list to choose

from); for deaf populations, should be made on the basis of the anticipated

level of sophistication of the target (or intended) group with which the

questionnaire will he used.

We hope these suggestions are helpful to you. Once you have developed

your items, staff of ORE will he happy to assist you in checking over the

questionnaire that you plan to use. If you encounter difficulties, please

don't hesitate to contact us.
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EVALUATION MANUAL: A SCHEME FOR COLLECTING TEACHER GENERATED DATA

DURING FORMATIVE EVALUATION PROJECTS AT THE MSSD.

The manual on the following pages arose from a need to systematize

data collected from participating teachers during evaluation of projects

undergoing development. The format presented is by no means meant to

be appropriate for every developmental situation. Some of the techniques

may prove to be useful in specific settings.

The ORE has utilized the manual and has found it very helpful. Teachers

report that it is easy to use and does provide them with information both

valuable and usahle.
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PARTICIPATING TEACHER'S

EVALUATION MANUAL

FOR

Model Secondary School for the Deaf

Produced with funds from the U.S. Department of Health, Education

and Welfare. P.L. 89-694.
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INTRODUCTION

You are about to participate in an evaluation of

materials for the classroom teacher.`. The materials to be

evaluated are still in a formative stage, subject to change.

They have not been previously tested nor revised in a formal

sense. They are now ready for Pilot Testing in a classroom,

before further revising and polishing.

These instructional materials were developed under the

direction of a person very much like yourself. Now we are

collenting data to be used in rewriting and restructuring the

materials on the basis of use by teachers in various settings.

Although the information you are being asked to gather may be

quite different from that which you usually record, remember that

it is very important to the further improvements of the materials.

Please do not copy the materials you are testing. When a

final version is ready, a set of the materials will be sent to

your program.
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You may find that pressures and demands of

your teaching position may tempt you to spend less

time in gathering and recording information on

these materials. If you are so tempted, please

remember. that you are the sole source of infor-

mation on the workings of these materials in

your classroom. This information is vital as only

a few classrooms are pilot-testing these materials.

The more information you provide, the more total

information there will be to work with in the final

version.

We realize that the materials may not work well with some

students, and we need to know the details of your experience

with them. Please, therefore, put your energies into recording

your criticisms of the materials openly and candidly.

...we do appreciate the fact that the present demands upon you
are very heavy - but the goal is vitally important!
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RATIONALE:

Your participation in the pilot-testing and evaluation of these

new instructional materials I* vPry important. You are being asked:

I. to determine the success of each learning activity in relation

to each student. (Can the student perform the cognitive

tasks?);

2. to determine what problems arise in using the materials (Are

the materials suitable for your teaching situation? Do the

students find them too hard, too easy. boring, etc.?);

3. to assess affective, cognitive, and psychomotor changes in

each student's behavior during instruction (What can he do

when he has completed the materials as compared with what he

could do before instruction began?).

WHAT INFORMATION WILL YOU GATHER?

You and/or your students will be asked to make the following types

of assessments during the evaluation of the instructional materials

(forms will be provided for you to use):

1. Subjective evaluation of the success of each activity through

teacher reports, student performance, records, questionnaires.*

2. Objective evaluation of changes in skills, attitudes and

knowledge by unit tests general tests, performance in tasks,

interviews.

3. Description of the process and conditions of the instruction by

specification of the setting, perceptions of students, ratings

by teachers and students.

*Observer reports (by others) may be adied here.
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USING YOUR INFORMATION-GATHERING TOOLS

Booklets: You will have a copy of each instructional booklet that the

student will use. Please write directly on your booklets.

Make marginal notes beside each specific activity describing the

students' reactions and/or your reactions to the activity. If, for

example, a student asks you to explain a word in one of the booklets,

circle that word in your unit copy and note what you did to overcome

the lack of understanding. Tally other students' difficulties with that

word, if necessary.

Be frank about whether a particular activity was good, bad or medio-

cre - and interesting, boring or blab.

Remember that criticisms are important, and that the more you write,

the more helpful you will be.

Student Folders: Keep all student materials in individual folders, in

one easily accessible place.

Do not permit the students to use the materials outside of class; be

Stav the students return the materials at the end of each class period,

unless specifically indicated by the activity in the b, Alet.

Be certain each student records his attendance, h tardiness (if

any), and the Unit-Activity he worked on for that day. STUDENT DAILY LOGS

are in individual folders for that purpose.

You will he given two files, one for WORK IN PROGRESS and one for

WORK COMPLETED, with an individual folder for each student in each file.
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A simple rule to remember is to collect everythins each day. We

are asking that all materials be returned to MSSD evaluators when you

and your students have completed the materials.

Tests: Each unit begins with a pre-test. Students who meet the criteria

specified for passing the scored pre-test may move directly to the

following unit and its pre-test.

When a student is ready for a unit post-test, collect all of the

material he has been working on and put the material in the student's

WORK COMPLETED file. If the student does not pass the test, file it

and then recycle him through the materials; collect all of the material

again; mark them "second try" and file them; give him a new copy of the

post-test (mark it "second try").

If you find that you must coach on a test you MUST NOT give any hint

as to the right answer, AND you must note the fact of coaching on the

back of the student's test with a brief explanation of why the coaching

was needed, and what was said to help the student understand the question.

Diary Sheets: Start a daily log. This will supplement your entries in

the individual teacher Unit booklets.

Note those activities and reactions that you perceive to be a parti-

cularly unusual and/or unique.

Note anything which may indicate affective comments, attitudes, or

changes in the class. (For example: The class was really "up" today -

much discussion on this group activity generated; or, "More kids are help-

ing each other today than did yesterday.")

Much useful information is gathered when a participating teacher notes

those things which did not work and his assessments of wmi they did not
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work. Your diary sheet should include daily 4th.'-. tints which indicate

degree of interest expressed by students as to what is happening in class,

together with any other comments you feel we should consider for final

revisions.
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SUMMARY OF WHAT YOU SHOULD DO DAILY

These activities should be completed daily:

make notes on your copy of student booklets

circle words students are having problems with

collect file all materials from students

make sure that students have completed their

own daily records

collect, and and record tests (if given)

complete daily diary sheets

complete activity check list for each activity

complete other evaluation forms as necessary

/ -51

t.:sfr

;

r /
,
;.

,_

les. Its a bear
e4 a ietk,

btAf

lJ L)

-
:4.W...'-N...,......r _ ravos

NkiiirommOw., k
..--. -... Z



Student
name:

42

STUDENT DAILY LOG

Date Time to Class Time Left Class What I Did



Activity Check List (Sample)

P
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Activity Date

Additional comments may be made on back

I. Your rating of this activity (High) 1 2 3 4 S (Low)

2. These materials were used Worth- Revise Revise Worth-
while Slightly less

11111

me11111MANOINEVI mMlpIN=1=11.1.

3. Do you feel that the activity supports the objective?

ves no

4. Were the teacher directions clear enough? yes no

S. Maturity Level? Just Right Too Childish Too

6. Mature.

6. Vocabulary Level? Just Right Too Easy Too

difficult.

7. Ted:her-Provided Material? Easy to Get Hard to get,

but worth it unobtainable.

8. Student Interest Level? High Moderate Indifferent

Low Strongly Disliked Can't Rate Because

Remember to add your comments on the back.
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Daily Diary Sheet (Sample)

Date

Thank you very much for your time and effort in helping us

with this evaluation.
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REPORT ON THE
FORMATIVE EVALUATION

OF THE
IDS PRnJECT: TEXTURE

WILLIAM D. GRANT
OFFIrF OF FFFEARCH AND EVALUATION

DECEMBER, 1973

PRODUCED WITH T-'2ND:1 THE U.:. DETARTt.:ENT OF !IYALTH, EDUCATION AND WELFARE,

P. L. 89-694. H'UT77EF, THF 'FT:!TPN ("70. POLICT177 EXPRESSED HEREIN DO NOT NECESflARILY

REFLETT TP= 07 71:' :F-AF=7 ^7 17.1.1=, FV.TATT07; ANP WELFARE.
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FOREWORD

This is a report of a formative evaluation of the General Art
TT Unit, Texture. The propram was developed by Jay Tucker, Content Specia-
list, and Jean Fulton, Instructional Design Specialist, under the supervi-
sion of James Kearney, Coordinator of Curriculum.

Barbara Petterson, the participative teacher, used the program in
the art area of the M.S.S.D. and cheerfully put up with seemingly endless
evaluation tasks.

Figure 1 is from materials prepared by Jay Tucker.

Joe Rosenstein and Jim Kearney both gave patient and invaluable
editorial assistance.
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ABSTRACT

A formative evaluation of an in-house developed unit of General
Art TI, Texture was undertaken. The unit is designed to lead students to
be able to describe the surface quality of real objects using six basic
terms of textures. A senple group of eight (8) students completed the
program in an average of 9.7 class hours. All students attained 1009 level

of accuracy on cognitive posttests. The instructional sequence; Student
Attitudes Toward the Experience; Participative Teacher Reactions; and, Stu-
dents' Ability to Perform on a Test of Retention of the Cognitive Information

Learned in the Unit are included in the report.
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Instructional Development And Evaluation

OW COPY MAILABLE

Inetructionel Development is a systematic, logical process for
develoriee validated, practical solutions to instructional problems.

The Model Secondary School for the Deaf (MSSD) coordinates In-
structional development efforts through an Instructional Development Sys-
tem (Tar).

Evaluation is an ietregal rart of the IDS. Evaluation occurs at
both formative and sunmiative stages of the IDS process. The words "forma-
tive evaluation" are used here to mean evaluation at intermediate stages
of the rrocess of develeement. The results of formative evaluation serve
as a basis for modif;:inr the product In its formative stares. (Gene V.
Ilass. "Two eenerattens of evaluation models." Paper nresented at Nebraska
T-'ersonnel and luilance Association, Lincoln, Nebraska, September, 1968.)

Evaluation in this sense Is not, then, "pay-off" evaluation.
Rather, the real is to rroduce a statement limited to the "goodness" or
"badness" ef te ereduct itself. It is an analysis of the degree to which
assumed interrela*lenshire of the Bent ex' of the materials, the knowledge
of the etuden'o, aed the experiential effect of their exposure to the rro-
duct, hold. The ,real of such analysis, therefore is to provide Information
to he used ee ' 1-azip. for modif;ine the rroduct itself as necessary, in order
that the rreduce hee'er reach It etated cbjeetives.

ummative eeluations ueual:y result in determinations for adoption
or rejection of !t rareicular erndoee. The formative evaluation provides in-
formation to a develorment team that seecifically indicates what changes, if
any. are neceseary in .rder that the rroduct in question rn be adopted.

Formative evaluation:, do not normally yield judgments of acceptance
or rejection of a rreluct. It le ueually assumed that the product meets cur-
ricular objectives and is concerned with enhancing the compatibility of the
rroeram to a rereieelar.eudience.

General Art II And Texture

Pee of '.he rroduces of the TD:' et the !.!!"7D te a series of six (6)
units which are rart of the sequence %leneral Art II. (The Mements of Art)
functions as a rreraratory exrerlenee ]eadinp to offerings of a more srecific
nature. The eeehaele le wo-foid:
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BEST Ow awn

]. rievelovInr vocabulary and terminologies as they
rtat- elallsifleation and evaluation of
art objects, and

2. Develorinr a working facility with elements of
art and principles of design.

The Program texture 01, the subject of this report, is the first of
three (3) such rrograms planned for the study of texture.

Texture

This unit of texture has as its stated objectives:

Terminal Performance Objective:

:_liven various real objects, materials, etc., the student
will deronstrate his/her understanding of six basic tex-
tures by using them to describe the surface qualities of
objects correctly.

110121mOljectives;

The student will reco'nize two methods (visual and tactile)
used to learn about texture, and name them correctly.

When asked to describe the surface quality of a given object,
suient will describe the quality of the texture of the

ot..lect. rather than the qualities of color, shape, etc.

;iven oh.iects which illustrate the basic textures, the stu-
dent will write, sign, and fingerspell each texture correctly,
describine a surface with more thnn one texture, if appropriate.

liven a list of specific textures, the student will find and
rhotoi-rarh )1-,jects to illustrate the texture, and will label
each rhotograph using the correct texture name.

liven photographs zf objects with "highlights" marked, the
student will label the "highlights" correctly.

The Instructional .:7equenee

The sequence of instruction for the texture package consists of a pre-
test, one (1) self-racei basic activities, and a nosttest. Ten (10) of thP basic
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art' ac:mrani.:a..1 by i7uplemental (branching) activities which pro-

: !:. : ! :
h-1.1- :tudents requirine it.

ho :Itltdont -r.,eeeds at his own rate through the program. At

srecific :tadento who Pneounter repeated difficulties in understanding

the ,!oncerts are direct.ed to one-to-one tea7her-student tuition.

tudent:, first take a pretest and then, if they do not meet the

ri# ,riq '.'car pao:linr the pretest, proceed through the sequence of activities.

F1,-.,;r., ; illuotrates the osuence of activities and a brief description of each.

711ser flintre 7 atout here

:nstru-tional

The 17t,Hent is presented with multi-modal approaches. The basic dev ice

is tne Instrix:r7:ona: tnckare. FAckares contain exercises in both visual

an: 'acile mcdos.

A no:..t:..r for student self-testing is provided through use of a mechani-

roeronso feedl.ack device used for this program was produced

Z.rnedia :ncsr;-ora~ed A ;'air Alto, California. The device requires use of an

r-:.ords nunone.d student responses. The functioning of the device

.7;oh that .Yud:nt is trevented fron responding to subsequent questions

1:nt:1 t!:0 rirht answer has *peen obtained for the question or item he is working

on. (::'TE: Dynedia rnc-r!Drated is no lonaer in existence: thus, an alternative

c partict:lar rosrons- df-vice will be considerei.)

Peal -:Ilects, rreared and introduced systematically so that learning

aboitt textures is -ontrollod, are used the students as learning aids. The

student, for example, is st_.prlied with three (3) cubes which clearly illustrate

differences in only one (1) aspect of texture (i.e. hardness) while controlling

the others (r7whnf.:7; and nhininess).

":'urrler:ontal" r.-adinr loordets (preT.ftred specifically for the program),

several e rrl snen.,, film loons and a 16 in captioned film comprise the remaining

materials used in the pro-ram. ('artions for the commercially-available narrated

16 mm film were prepared by the IrC srecialist and the content specialist, using

a siidP-sync technique.

Production delays did not allow for use of all of the required films

by the students. Therefore, to-be-filmed information was presented "live",

with strict adherance to the film script and information was presented without

inr=.! n nanner that. r film would t P viewed). 'no 1 ive
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aLticipated durafAc% flf ti,..

ri 1m.

As part of a final activity students are asked to use a polaroid
(lmera to photocranh objects which clearly illustrate the six (6) textures

tau,itit in thi: unil. The students are also asked to photograph and identify
two new textures uzinr descriptors of their own choosing. The pictures are

then assembled into a labeled scrapbook compiled by the student. Tach stu-

ent then rroduces a collaeed cover for their individual books.

Formativ !.valuation

Formative evaluation is evaluation at intermediate stages of a pro-
,.ram. A formative evaluation program yields data of use and importance to
th., development team in their efforts to modify the program as indicated and
thus do not necessarily produce result, of major, generalizable educational

,mport.

Evaluation programs rest Ion general, should indicate that:

1. The students have learned and are learning using
the materials in question.

2. There are no residual negative student reactions
to the program.

3. :ltudents work constructively toward the completion
cf assirned tasks.

L. The sLudent develops an ability to express, in a
medium appropriate to the context, what he has
learned.

The atmosphere of openness and interaction during
class time has been advanced.

This resort will address itself to the above five (5) points.

ETHOD

The .'ample

The profile of the eight (8) students who were enrolled for thr.-
General Art II course is presented in table 1. The Group

Insert Table 1 above here
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w.1.1 -h- e in:

1. Cnsideration was 6tivcn to the diversity of
vorl'al abilities arparent in the croup.

Fr:-,blems attendent in restructurinv of the
class schedules of the individual students
could be avoided. (Because of the small
:;tudont population of Ihe "), any change
in an Individual student's schedules can
radically affect many other classes;?.

Class .tcheiulo

lass attendance was for one (1) hour. three (3) times a week, in
..rout,: of -tout five (5) s'. Dents each. ..lharacteristics of the schedule were
such that the dal:y class composition was varied; that each student did
not meet with **Lt. same ,t.rou!' daily. Inasmuch as the Prorram on texture wa
develored for :ndividual use. t'le daily confleuration of the class did not
present .:eative factprs for consider-1'13h.

rretests And 7'osttess

7he texture init incrp:rat,L; n Pretest and a posttest. These :child

data of the student's conitive ex:,erlt-aces. The tests require the students
to determin the textures .f oblects and write down the names of those textures.
The test also resuir.-: the ..tudent t- tel: the instructor the names of textures
of ob.lects. Th.) instruet-r re c' ..tudents :e.rbal responses.

Record KeerinaaorIMIrrmlb

The particiratinr teacher rraintained a written daily commentary on
the in-class work:nrs of the rorram in her own .epy of the students' instruc-
tional materials. These notes allrw the teacher to recall problems encountered
within the relevant c:-.n'ext of the pr:rrar... For example, words for which stu-
dents asked help t- under:tand were :Ire 1 :n the teacher's copy of the mate-
rials. This rives imToreant Inform..!'lf.in of s.,:cific contextual difficulties in-
herent in the Prepared Printed mnriu!s. (A student may understand the meaninr
of a word in one context but- .lot the same word when encountered in a
different context). Th. teacher':; --.y and nmments were turned over to the
evaluator.

All the nv mater!als ,.:r.nsumed Fy the students were retained.
The condition of the materials (wear and 'Wear) serve as indicators of students'
use cf the items. A hor:Iklet which is worn and written in may tell more about
its than .: and 34. :1,r or course, thr
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BEST COPY AVAlIABLE

'" !ILOT GROUP :!TANFnIeD

:!.:LECI"I LETEL:77

.4 ,r1 !'nt.r.14r.ivh AE- as of Av. H!v... ic;ss

:,.ii.,!:' Sex ,....tn,n,- !.:..,..ininti. Lane.uage Test Level Sept., 1973 Better Ear
(in yrs.) (In dB)

.

.4

,; !

"=

..

..,...

F.3

r - )

3.e

6.0

1

!!!!..

4.2

6.g,

3.24

L.1

L.3

Int. II

Int. IT

Int. T

Int. II

Ad :.

:L . IT

Int. II

.04.9

17.2

16.5

17.8

16.0

38.7

16.7

18.8

85

92

Co

105

57

106+

1

4 7 4.0 17.1 yrs. BS dr.
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work natsits of the student).

'.'t'Aent Interviews

Each cif the particirants wit; interviewed when he or she completed
ao'ivity :.evenfeen (17). Verbatium transcripts were obtained from video-ta,ned
rerdings or the interview sessions. Tze interviews were structured to deter-

n1:.- if students: (a) Would verbally convey acquired cognitive knowlediT. and
(t) Exrresed any affective changes as a result of their experiences with the
prc.ram.

C.A%rvation

The instructional Design Specialist and the Content Specialist al-
ternated, in daily direct observation of the Program in operation. In general,

observers wore concerned with mechanical problems of implementine the program.
The observation:1 were totally passive: observers in no way intervened in the

orerations of the class.

REOULTS

T.'r:?tests And Fz:ottests

The otudentri' rretest-tc-rosttest gains are presented in Table 2.

Posttest scores are not reported as all students attained a 1005 level of accu-

racy cn the nostte2t. ::cne of the students attained criteria on the pretest.
The criteria (roughly 86") which were established for both the pretest and the

posttest were:

hiention I 2001

Question ? :005

t.'uention 3 10 of 12 correct
.uc.:7ti:J. 10 cf correct

Tnsort Table 2 stout here

Use Of Alternate Activities

Student :-erformance with the material was collected and analyzed to
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7911,, ,:lATN:7. AND rmiTEsT SCORES.

.11

mt.,' tr_

vFETE:7
28 Possible

Numbor
Correct Correct

(MIN
PretestPosttest

Percent

1B5 82

le 82

6 21 79

93

5 8 29 71

6 3 11 89

4 14 86

3 11 89

16.1". R3.9 qAIN
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Table 3. UTILIZATION OF ALTERNATE ACTIVITIES BY STUDENTS IN THE PILOT GROUP

STUDENT Alternate Activities Used

8a

2 none

4a and 9a

4 la

5 10a

6 none

7 none

8 none

Total Alternate Activities Used 5

Total Duplications of Use 0

Total Alternate Activities Used
Requiring One-to-One In-
struction 0
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dotermine the' extent to which otudents found it necessary to ut 1 11.s- the

ts the -.wtivitieo rrovided by the nrorram. As Table 3 indiea.,..1,

:nst..rt 7able 3 about hero

?t u.3.':'.. !.ound it necessary to make uoe of the alternate activities.

Non- the alternates required the one -t-one instructional mode, and them
were no du:I:cations in use.

: ery I ,,ws

The verbatiun transcrirts of the video-tared interviews are lenrthy,
and are' arr.ended te this rerort, torether with a coy of the Interviewer's

;nstructions. Analyses of the interviws include both verbal and non-verbal

resbonses. Non-verbal resronses are those which may be inferred from Lady

novoments, facial exPression, etc.

When asked +0 name two (2) whys to learn about texture, only one (1)

of :he eli-ht (9) students answered the luestion the first time it was asked.
With cone promntine., only one other student was able to answer the question
w:th the six (6) students who did not, answer the question, immediately, the
quell'if'n was reworded and was reintroduced at a later roint durinr the inter-

view. When the students were confronted with the reworded luestion, all six

(6) ahswer:1 that were correct.

( ..) students were asked to name another tern for "texture".
Althoutth ns'ne c1111.1 vertall.:.e a rf,.::wwo, there acknowledred that they did

recornize the t-r. "surface luality" when th,.. 1-m was srovided by the in-

terviewer.

The students were r'ive'r, a varity of ol,jects (keys, rubber band, etc.)

and asked to verbally identify the textures of the objects. All ntudents identi-

fied correct texture names for the objects. :'o me of the resvonses were elicited

upon various derrees of rromrtinr. The intensity of this nromrting was not hirh

enotv.h to he :-Nnsidered sirnificant. Mere was sufficient indication that all
the students knew the required co:mitive information.

si,tnificant ronwhal occured durinr VIVWf. of th-

views. When rP:0:: a rubber Ian!, each of the el,-ht (.0) students handled and

stretched it in a manner (also, evident ty facial expression) indicatinr that

they were unsure as whether to comment on the elasticity of the material. (Elas-

ticity or rlasticity wen:. not :ncluded in this unit as terms to be learned). ()ne

(1) student (lid resnmd with "stretchy" as a texture t-rm but 4.11..1 indicated that

,he was only teasin.-". The uncertainty nr the student:- and str-tehinr the band,

however, are clearly evident in all tared Intc:rviewl.
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Whoh que:tione d about reactions to the Dymedia response machine,
eel y :ne (1) ehrlent exrrossed havinr had initial dif'iculty in usinr it.
:e- :z: .:7e e-eeomt tn- satisfaetion of the student. All

cf ";"' exl,ree01 toeitive reactions to using this mode of record-
ine No ..tuden exrressed any difficulty in comprehending* the
rendine lev01.1 av!i7ity booklets. pour (4) students, when asked,

'!:1 °.)und .ne lor,k1Pts vary easy to read.

:1x (t') .e- erout:, hhd had rersonal experience with a camera
of%:r.' t-xt_ure rrorram. :1tudents who were referred to an
aet!el'y exelains how 4.o use the rolaroid camera found that

very

Th only herative reaction to the art class was exrressed by one
ze:a4.ed that the use of I.! .'s (meanira written Instructional

e..kare.0 vae "nos art". All other responses indicated positive affective
he exrer:one.

.1er.e tee;e:

1n edditicn In the successful assembling of pictures of examples
eft f6 1.-are. --.1 textures, the students were asked to rhotorraph and
ereee twe "etr.." .xtures. The terms chosen by those who responded in-
e.ludez 7ussy, 7'rickly, and Bushy.

,

Th t'ne rel%!red rer :;tuden4e t.o complete the various phases of

:.rcrrn.r. 7n!-lo 4.

7nver Taiel,e 4 ale-e her-

The averaee tIme relu:red is aimteet 10 heurs: the slowest student comrlete4 his
neur:: !'aetee-, 1e. sevee.

The attene. ::41: made 4-) determine hcw much ccenitive informatich the
etuden4s retair...! ee:er time. Tun week: after the last student completed the
erogram, etulente. were riven the !-retet araln. Table 5 displays the re-
sults of this teeiee. 1:ete that after :m averare lapse of 35 days, the stu-
dents veered better thin eorreet r)r retained ce,anitive information.
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Talsle 5. :TUDENT ..-CORF: ON TF:r0 FOR FFTENTION OF COGNITIVE KNOWLEDGE

r.,-,
4 4

:arse in Calendar
I'vs since Posttest

Score ou rt.tention Test

Number ercent
Correct Ccrrect

.1 52 Days 23 82%

35 28 300

3 . 26 93

14 52 26 93

31 24 86

6 cr. 28 100

12 25 90

..1 25 89

35.3 Days 25.6 91.5%
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%oten kept by the partieiratiml: teacher relater t-,rimarily te
surrestien: ror mechanical changes in the proram and those have been
outtel the eentent s!..ecialist and the Inn arecialist workinr on the

prcrram. Factions of the partleipatinr teacher made at the conclusion of
the program are extracted and rresented below in the chronolorical order
they arreared.

A. The rre-x.st and posttest (loth the same) test well and were easy
sf,

H. The use the word "introduction" is questionable -- some of the
studt4ets did not seem to understand it. (However, this does not
seer to interfere with student progress otherwise).

C. Because the Dymedia machines have becoine obsolete, the "How To
Use a Dy=edia" tooklets should be eliminated. The students loved
to "play" with them so its use is not in question. However, it
war .tif?icult for the instructor to check each question with each
student to be sure that only the correct answer uas punched. One

student (student 6) said he had all correct answers, on first
attempts, yet several punches for items showed on his card.

With the removal of the Dymedia system, it should be quite simple
to convert to the conventional format of "circle the correct answer"
act!vity, or to find a replacement deviee that offers immediacy
7f feedback.

e). Activ!'y #3, rare,: P and 3, (feelinr other people and objects wit,:

eyes, closed t: mrhasize different *extures) should be eliminated.
Tt was very taxing on the instructor and the kids thourtt it silly.

F. Activities #14 and #15 seened to take forever, but turned out wel.
for the students and did tenet them hew *o use the rolaroid camera.
I'm not sure if other school s will have them available (budreting)
it is a good -17'ivity but, needs more brain sterming. At any rate,
consideration (.r removal of the flashLull- portion should le riven.
Chenr old cameras never worked Trorerly and -ueh film awl flash

material was therefore .iasted. I sent everyene out-of-de:rel with

no flash to eliminate the rrchlem.

Activity 016 also took quite a bit of time, 1.14 the students en.ioyed
it and were most impressed with their cwn results.

In general, *Ile entire package was "rood" and showed Loth 1-Pfledinte
and lasting results with the students. They all seem to enjoy learn-

inr.
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Discussion

The eieht (8) students in this sample exhibited positive coF,ei-
tive erowth as measured by an analysis of the pretests and posttests. The
tests show I mean eain of 83.95 in number of correct responses. It might
aypear that limited interpretation should be made of this particular sta-
tietic lo the vroeram was deslened to teach a limited number of closely
related terre. A high level of success might Lhue be expected. However,
the aix (6) terms (hard, soft, smooth, rough, shiny, matte) are to be used
in context. assessed both visually and tactually, and subsequently reported.
This taek is more eomrlex than would be initially apparent.

The students clearly demonstrated by the retention testing that
they had retained the information required by the program. Admittedly, as
above, there was a limited number of closely related concerts presented in
the prceram. Tice cerelexity of identifying terms in various contexts,
with multiple aseessment and reporting Procedures, however, significantly
impinres on over reliance enon this rarsimoniously-stated limitation.

students sampled had rreviously used a similar program, Line.
This rrier expeeure rey account for a rortion of the lack of difficulty the
hartieiranta encountered in completing the program. Notations made by the
particinatine teacher indicate that students had no difficulties with the
language level of the printed portiens of the program. The only word which
-ffered en :: rr-,blem was the word "Brall]e", and that problem was easily
evercore.

Indicat-ir of the la.k of laneuarefreading problems is that
the students eonvieted the reading. po tion of the program in approximately
the same time (. Able L), despite a wide range of reading abilities (Table 1.)

The ear.' wieh which the students proceeded through the program is
further verified by the Infrequent uee of alternate activities (Table 3.)
Cr...1y four (4) student:: used any al,,ernate activities.

The use of total comeueication as a language medium means that much
sormatien Is eeeeyed throurh had;: movement, facial expression, etc. fkill
required in the interrretation cf theee communication aspects in order

tea* their true meaning may be diec-rnoe. In order to judge the unstated
attitudes of the stuients the videotapes were reviewed by hearing and hearing
impaired eeorle ;killed in the language of sirnn and finger smelling. The

non-verbal communication of the studentc, in the opinion of the taTe inter-
preters, clearly evidences their very positive affecting attitude toward the

elasc experience in texture.

The discrepancy between performance on the written test and per-
fernene, in t?, !nt. re:ewe may 1- rirt !ally due tc +he interviewer's in-
ability to tally convey questions in a verbal mode understandable to the
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tud,,nto. The difference may also be an indication of lack of trahfi-r,
by the learner, from a written medium to verbalization. In any event,
this area offers opportunity for future study.
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i7onelusions

Th" rive (r,) puro:es of forma'ive evaluation were satisfied:

,:den.:; lid learn with the materials.

:tdeLts expressed positive reactions to the
rreram.

1. :qlents worked constructively toward the
completion of assigned tasks.

4. The students did devPlop an ability to express
what was learned.

r An atr.ost,here or orenness and interaction during
the' class time was advanced.

'anises aA sug.eested oy the participating teacher have been sub-
mitted for incerrcration as a revision of the program. The use of paper
and pencil re;,:-.)hse in lieu of the resronse machine, may be reliable
although not ne:7essuril desirale. If used, self-scoring answer paper
shluld be employed.

The ease with which students encountered the materials, taking into
account the larre spread or '.heir achievement test scores, indicates that a
ore Precise de4erninatIon or target rerulation should be made, i.e., would
riel1 *ey.4.;:re unit a4 an elementary level be feasible and de-
sirePie: :'.e4e or the st.-.:Ien4s achievement scores (Table 2) are similar in
lev' to thcsse or elen4ary r-hool otudentr.

It is the r!"' °.n of the F_10 team that, upon completion of
the required .2hanees, and upon rreraration of sufficient materials, the office
nf Research and Evaluation should field test this rrogram at an off-campus site.
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AFFENDIX.
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Instructions For Interviews

The purpose of the interviews is to determine if students (a) can
verbally convey acquired cognitive knowledge, and (b) express any obvious
affective changes as a result of their experiences in the program.

Prompting should occur only when it is evident that the student
will not spontaneous generate further response. A delay of 5-7 seconds for
a cognitive recall item before prompting is usually sufficient.

The interview question sequence as originally conceived is on the
following page. After consultation -ith the developing team, a new form was
prepared. It was this second form which was used with the students.
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INTERVIEW

STUDENT

DATE

ASK TRF,1F OUETIONS OF EACH STUDENT. VIDEO-TAPE THE RESPONSES.
IF THE RFZPON:1FS ,L7, NOT SEEM TO BE COMPLETE TO YOUR SATISFACTION, USE PROBE
QUESTIONO OF THE TYPE: "THAT'S INTERESTING; CAN YOU TELL ME MORE?" DURING
THE INTEXvIEw ;IIVE NO HINT AS TO YOUR REACTION TO RESPONSES NOR INDICATION
AS T THE RI1HTNF3r OR WRONGNESS OF THE RESPONSE. AT THE CONCLUSION OF T'!E
TAPT31, TRAMICHIBE THE QUESTION AND RELATED RESPONSES.

I. What did you like best when you learned about surface quality?

2. What thincs din't you like when you learned about surface quality?

3. Do you remember if the booklets about surface quality were hard to read?

4. Tell 7.e. what y7.1 learned about surface luality.

5. Do you like art c1 ass?

6. If another student azkes you, "What does surface quality mean?" what would
you tell that student:
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INTERVTEW OM-MULE

ARTTEXTURE

Ask these questions of each student. Video-tape the responses.
If the responses do not seem to be complete to your satisfaction, use
careful rrobe questions. During the interview give no hint as to your
reaction to responses nor indication as to the rightness or wrongness of
the response. At the conclusion of the taping, transcribe the questions
as used and the related resronses.

Begin with a etatement to nut the discuseion into context such as:

"You hove just finished an art course called "texture".
And then continue

Can you tell me two ways te learn about texture?

(Fxrected resronse--visual and tactile or, touching and seeing)

? 17an yeu tell ee another nerve for texture?

(Fxreeted resronsesurface quality)

Here is en et.jeet. Can you me they texture of it?

? Can you tell me anything that yol 1:3 e-.'t like alout art elas4.

Were the lo-k: that y.-l uced hard to read?

? bid you like 4: use the eamera:

.,

. Did you like to use the Dymedia machine':

e If anether s4,1dent asks you, "What 'toes "texture" mew.", what we.: : :: yeu?

tell them?
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October 3, 1973
Tare Location 195-440
Interviewer - W. Grant

Ar- fit:: shed your class about texture or are you almost finished?
A . 1.1 akine rietures now.

A 7Jtry.:

-.- two wnys that you car. learn about texture?

e. vo ytyt kh.Nw two we vs to learn about texture?
.
:., 'N.-, .--';

.

" :.,- ..,..ty...

ult-t

Anti Inc%

'!*.f%*-% 1

'"ouch:ng.

0.1
. !::

A

A:. V.

A

- the texture of that? 9eraser)

Tr: :- (koys)

? 1: w hat. Li shiny?( y .r. r. qr. 1 r.e:

BEST COPY AVAILABLE

What look for to know If something Is shiny?

11=1*

W.r.at . i riber 1-1.r.d)
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Tap' Location - 620-004
intt-rviwPr - W. (;rant

! !. -ry i ow

. !: ts: nheil o!Ir tvtIir. "Texture"
(!-

:. 1. 1 re wnss t o learn about texture?
xar-)

s. t 1"arn 7tbiMAt- OmXtUre

(7, x :r., ( : know): nue for texture?
2'1 -

t::t .'L'T.t' of texture.
ro, for texture':

A i r

I". y rery-rbt-r the' name "Ourface Quality"?
r (os

rq ..11 ne !ho .,xture of that: (eraser)

%; 1* that% (ribber band)

:!.!,
'

r.17 s'.1.

I :.-nn know if ;3omethinst Is shiny?
!. - key)

n .: r.ano `.1t.'4.;

s h I nr, i 3 shiny:
A.- K....

A



IEST COPY AVM S!

7iF.th I nit :/t)11 Li: 411.4 1 ik. t 4.,11:: In-'.

1 i k.. I t all: ..ra.;

(Wit...t. I first ;:tart..0-.4 ikrt. I t hourl.t, war) all. drawhx, : I :.
)

yuu comt. to 4h..? iid 21:14 kfl,nw how hr. ,1!:.(
Fncw hDw before

r. i : .1 you loam. that before:

in f7FF rrrsram
fInish 1.11 rictureo:

: I th.-r% ri

studer.t ,..h..1.t Jord r.1" .7

1! t o a naf.h :
''7'77_:"r you rushod tho wus to 34:1.

: 1 know hio*.e.

47. -", !;

fl% %1:01*.

rarer or tou.7i11%:-.

wvo.

if.ar %Lout tt.eur-, p:rht:
I. ) Can ch: n !-Lri ...,uryh

'4.7..:*

se-e. 4."

e'1701:
th'' I h ts : : .y I hot. t



79 Oetob..r 3, 1973
Tape Locatiov - 440-505
Interviewer - W. Grant

u in - n*..rvI

7 o::
A P!,...!;'.

r,, *.wo wskv t o learn about texture?

tit': t?xtures?
A 61 x:

J!..1 a."10 oxtilre of that (eraser)
A 11.

And?
A !"...l

.-4,
.....

A Hard

1411.*_. -ra*... (rubber band)
A rabt-,r.

.a cif n texture?
A :oft !!..at t and

An.1 ar:%*
Fir i 4

';

:re .-r.- arid

REST CRY AMAMI

in `he Line course were very easy to read.
A ( e

"Firr.'1 *,,xture Ci 'LSE e. Wore they very easy?

r.

9.t:'ont dyrid.ta
War. 'ha'. e.!1.:;:: -r)

A



so

INST Cr MONO

..i.d ,ou finish your pictures?
:t,,i)

Did you k--- bow to use the camera before?
A (Yes) But not that kind of camera.

You never'used that kind of camera before?
A (No)

Did the book about the camera help you learn how to use the ^amera
A (Yes)

:f another student asked you, "what doe. the we)rd texture, mean':"

would you say?
A Oh, tell them texture is feeling...

Or?

Visual. seeing, looking.

That's two ways to learn Lbout texture, rtrht:
Yes.

? Is there anything you don't like about the ctrt %OW?
A Nothing, I told you before.

I am trying to be sure that you still like it.
A I told yeti that clay is not my favorite.

Put the texture is C.K.?

Anything else?
A lse?--- I call you a nosey mar..



-

- Interview

81
fIctob..r 4, 197i
Tatu Location -
Interviewer - W. Grant.

1: You i.avt. Owt rinh.the -d an art class about texture. Can you tell me two
wya: learn aI\'iat. texture?

A Two ways': Rourh and smooth.

1: No. th-so are names. two we to learn about texture?
A T-F-X-T-U-R-E

I\
How do you know about the texture of something?

C.K., wo w!ll do that later. Do you know the names of all the textures?
A (v-s)

1: Can you tell !71,' the texture of that? (eraser)
A rmoo*h and soft and...

A Mat-te

Ani that about this one: (Keys)

A HarJ and

T airy: Yow so yrq: know that it is shiny?

A (!t hao)
ani and :month

(rubber isand)

A :-ft. .17:oth.

A

BEST COPY AVAILABLE

Fino. i'ememer you had to read some books, were they hard to read?

? 'bout the machine? o' wed a machine called a clymedia. Was that

hard...

A 11:Z.

? Did you like t,7) 40,-.1 that:

A -:%K.

I: Did you'use a :,amera?

A Ye:;

? y,',1 know how to use that camera before?

A ':es

A

If another student comes up to you and talks with
you tell him what tbe: word "texture" means?
A sudgmt thourht I las playing with the camera.

T was tryinr to Fret texture for my class.

you about texture, can

I told him it was for
The other student left.



BEST COPY NUM 82

Whit the word "textur"
A Vonn: dirfc.rent thinps, smooth, roft, hard, row-h, -fni

Leans how sometliinfr

A Looks, yes.

And

Fo-sls

Two ways to learn about textur,7 are how r,ompthinr: 1ck , and
A (Y1)

there any problems with ciaz
(::o)

't was, a fine class:
v,r,

Th tacher was helnful.
A Put cometimes, I (had to) wait, I wait for the i3O"11%13t-.

helted the other otudents.

Did you have to wait too long
A T-n minutes.

7en minutec: Wow:
A Wait, wait, wa:t.

:id you tell the teacher:
Walt, zny "heir' mP"
heir: me understand more
then the teacher hr7.1bs me.
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Art - tietobr 4, ]973

Tape Locqtion - 57-6:0
interviewr - W. Irani

:Iti.dont 6 -

I nood to ask some questions about textures. Can you tell me two
1-arn alat 4,-xiurf-s?

A Vieodal and f,-elinr.

I or t (,i10!.! ni
A (Towhi:w\

Can r,-memhor all the names of textures?
A (Yes)

am just asking because I want you to tell me the texture of that (eraser).
A :7 oft and smooth...

: And:
A !!!atte

7 What abvat that: (keys)
A Hirhlielto.

Whlt does that mean:
A f'hiny, hard and rou4h.

What al,nut this one: (rubber band)
A. :loft. smooth and...

BEST COPY
AVAILABLE

WA would like to know how jou feel about using the dymedia. Was that a
way to 1,2arr_ or not or it doesn't matter?

T Have finished .4sinr the camera?
Did ; :Cu .r.t all ::cur rictures:

A (Yes?

: Did yu et /:1:'?77 ail right.:

A (Yes

The camera ea::.' to use

11 First 17 made scm,,, mistakes, hut then it was Ok.

9 Put there iz a Amick tr, help you do that.

Can you tell me what the word texture means?

A Text,:re?
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w1;!t: ,lota.; It

WL:1, do the word itself mean':

l! neans to feel whal it locks like.

ro...4 what it looks like:

A I mean both.

? Yo m-an both what it feels like and what it looks like?
A

Yect

wa.; the class? or?

1. rPtr..11rir

re,rular, why? !!ot enourh variety?
.e elan; is different all. the time.

differen all 41.- tine.
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Art -

:** f.n `.* - :.t. r:

T YL-,11 learn,d about texture , ripht?
4n

Do ycu know 111 fhe namor of the textures?
A Yen

Novt10.,..r 1, 1 r)7

Tnrc. kwation 6e4-741
Interviewer - W. Ir lLt,

(an you tell me two ways to learn about textures?
A (?)

? Two way.: tc learn about texture?
A

? O.K., Can you tell me another name for texture?
A fmooth

T That's tls.e name cf a texture. What is another name for texture?
A T-F-X?

7 Do you remember the name "surface Quality"?
A (Yes`

? Cnn tell the texture of that? (eraser)
A Matt-e, smooth, hard.

What. about that? (Keys)
A (:hiny) Hii.hlihts, hard, smooth.

What about that (rater band)
'41t*e, zcft 3nco-h.

? Did you use a dynedia machine?
A (T)

BEST COPY AVAILABLE
? A pynedia rachlne.
A Yes

T Was it hard use

A No

? It was OK?

A Yes a rood one

? Did you finish your rictures?
A Yes

? Did you ret them all finished?
P, Yes

? Did you get them all right?
A All but two.
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10 tart WOO

A The tw.' rictures, when I first took th rictureo with the (7amera : !!.4

ni:0a.keft, I couldn't f7et the hie.hIle.ht:I. The sece)nd I
t I.iF. 3 n-re-A.

i i there anything now that you don't like aLout the in clanul
A Alwvs working on IP's.

You don't like that:
A :71nce I came I am still reading, that's art?

? i'ati you learn about textures by seeing and touchire
A (Yeo)

that two ways to learn about text urea - - -by ofeelno anti touchine7

Wh..t you read the books, were they hard?
(-^N

they easy?-4./

? T1/4:

A
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87 tttot..r 3, 197-i
tins LacIt on - 9'
!nterviewer - W. qraLt

-11^(10 tot4urr..
ilLAr..! --- u:n 1.earine

Can you 'tt-:! tw- wv: tr., learn about texture:

A Two ways?

tc7.xl/aro?
P. .

It
yn!: t14 ntme -nr texture?

An:%h-r '1%me: !!ard

N-,

name "surface quality"?

A No

. illn' see it befor (7an you 1011 me the texture of ta th:
r%F?rei.. r

Ar.r.
tt I more:

Try
It i!.1 4

Watrql

BEST COPY AVAILALitE

-Lt fj. t 'VA
. a a a

rt .7or.

hal 17 :nrp Were, they hari to. read

. A (2%:)

"ery

. arre. very ea:.y.

T What ablt Jyr-.011.1 -hine, was that hard to use?
A
A

The iymeiia nar,hine.

A Very easy, und,.!--otand. rush butt-tin , easy.

T Why:
A Tt was eaLly, rush the button, check the luestion, rot them all right,
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Did you finish with the camera?
A Not yet.

:lid you know how to use the camera befor:
A Very easy, yes, last year in Oelence T uded t.iwy wort,

the SaMe.

:r another student asks you "Whqt loos tho wori Whq
you nay?
What does texture mean?

"
;

A feel.

Right.

A Arnin, your question?

lAat does the word texture mean:

4: What does it mean?
A Look, or feel.

:17,w we will go back again, what %re twc. 1-nrn t,!xtlrft:

.. reeling; and seeing - Dumb me.

'here anything that you don't liko .11-1* 'L-

A The art class now?

Is it still O.K.?
like art.

:o it bcring sometimes?
A No


